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The educator who has a narrow focus on transmitting 
his skills to a child may suffer from tunnel vision 
• • •• To some degree, our professional training 
• • • creates our tunnel vision • • • • an exclusive 
attitude that shuts out from our awareness ideas and 
activities that are important for children who are 
struggling to learn. To combat our tunnel vision 
• • • • we must actively search for ways--educational 
or non-educational--to change ourselves as well as the 
children we teach. (Wunderlich, 1979, p. 14) 
In order to balance the nature of learning and supple­
ment the remedial program in our schools, there seems to 
be a need to incorporate a pleasurable, yet workable 
opportunity for the special student to explore, create, 
express or play. Since the least restrictive environmental 
setting within an educational system may not profit each 
child, the special educator may be the sole provider of 
such experience for the child. 
1 
2 
Creation that emerges from manipulation and touch 
seems to be an integral part of experience for every child 
without exception. Could these experiences be part of the 
missing links in our teaching strategies? flJust as each 
child is unique in appearance, personality, intelligence 
and motor development, so too each is different from others 
in learning characteristics" (Lerner, 1976, p. 189). Since 
learning is unique for each child shouldn't then the 
opportunity to learn offer uniqueness? This fortunately 
occurs when one provides the child with occasions to ex­
plore. 
It is at this point that an educator must possess a 
total awareness of the whole child's thinking process. 
Silver (1976) stated, 
language disorders are associated with damage to the 
left hemisphere of the brain while visual motor dis­
orders are associated with damage to the right hemisphere 
of the brain. The left seems to be specialized not 
only for language but also for analytical and sequen­
tial thinking while the right seems to be specialized 
not only for intuitive, simultaneous, and spatial 
thinking. The left is associated with concepts and 
intellect, science and mathematics, logic and history. 
The right is associated with intuitions art and metaphor, 
poetry and music, drama and dance. 
3 
Although left hemisphere thinking is usually valued 
more highly, art therapists, among others, know the 
power of nonverbal thinking and the importance of 
nonverbal communication in the lives of all of us. 
Concepts and intuition--left and right hemisphere 
thinking--seem to be two modes of consciousness, 
and we need them both. (p. 11) 
Williams and Wood (1977) summarized Rubin's descrip­
tion of the benefits art experiences have for special 
children in this way: 
A means to explore and find pleasure in the environment 
A way to control and have mastery over something 
A means to experience success and achieve skill 
A means to ventilate and express feelings 
A way to organize and obtain order from confusion 
A means to experience 
A means to self-awareness and self-esteem 
A way to elaborate on the real world. (p. 4) 
Hadary and Cohen (1978) found that 
interaction with scientific phenomena provides the way 
for the child to attain systematic reasoning powers 
• • • • to gain mastery and understanding of his 
environment • • •• In addition • • • he finds the 
sciences intrinsically fascinating and highly motiva­
ting • • • providing the opportunity to develop 
4
 
cognitive ability through sensory learning • • • • 
Another, and very significant, reason why science is 
of compensatory and therapeutic value for children who 
see order in a world of disorder is the nature and 
structure of science--order, design, cause, and effect. 
(p. 2) 
It is this author's belief that defeat can be eradicat­
ed from the special child's learning environment if methods 
are utilized not only in integrating but also in providing 
a developmental experience for art and science within the 
curriculum. 
Statement of the Problem 
\Vhat is the purpose of art and science within any 
curriculum for a special child functioning on an inter­
mediate level? It seems that many special educators under­
estimate the value of art and consequently avoid its in­
clusion within each individual's educational program. 
Reasons for this prevailing attitude may be due to the 
stress put on limits and structure within the field of 
special education. Here are a few examples: First, 
What has been said of music (excess stimuli can prove 
disastrous) applies also to unstructured art experi­
ences. Finger painting, often considered to have 
therapeutic value for emotionally disturbed children, 
is too threatening to the brain-injured child to be 
utilized as a part of the general activity program. 




Rarely should the child be asked to draw a picture on 
his own. \Vhen a child is unable to control his hands, 
trying to draw his own picture can be quite a traumatic 
experience. This is true because, • • • brain-injured 
children generally have such a poor concept of the human 
body or of animals or forms in general. To ask them 
to draw an original figure and then to color it in the 
early stages of development is threatening and may 
lead to a failure experience. 
(Cruickshank, 1967, pp. 176-177) 
Yet, Rubin (1978) stated that "the provision of limits and 
structure are vital in creating a frame\~orl< for freedom" 
(p. 24). 
Purpose of the Study 
The purpose of this study is to focus on bridging the 
'gap' between expressive education and the scientific 
learning process. It is this author's intent to show that 
art is another possible means of remediating the perceptual, 
cognitive, emotional and fine-motor needs of the special 
child. In order to do this the instructor must concentrate 
on the necessity to create a bond throughout all the means 
of expressive education and the scientific learning process. 
Gains will be experienced by the child if the teacher is 
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capable of perceiving the harmony of an art and science 
partnership within the curriculum. 
Definitions and Terms 
Despite the multitudinous availability of descriptions 
this author chose the following definitions to provide the 
message and purpose of this research. It is further pro­
posed that the use of these descriptive words in regard to 
exceptionality or disability may further aid in the current 
posture today's society in general takes in regard to the 
special child. The meanings were chosen as a means to 
develop programs rather than the usual, unfortunate route 
of the labeling of children. 
§pecial-needs child refers to the child who learns 
despite his/her differences and limitations when provided 
with an appropriate developmental sequence for perceptual, 
cognitive and social skills. 
Learning Disabilities is defined in the following state­
ment by the National Advisory Committee to the Bureau of 
Education for the Handicapped (1969): 
Children with special learning disabilities exhibit a 
disorder in one or more of the basic psychological 
processes involved in understanding or using spoken or 
written language. These may be manifested in disorders 
of listening, thinking, talking, reading, writing, 
spelling, or arithmetic. They include conditions which 
7
 
have been referred to as perceptual handicaps,
 
brain injury, minimal brain dysfunction, dyslexia,
 
developmental aphasia, etc. They do not include
 
learning problems which are due primarily to visual,
 
hearing, or motor handicaps, to mental retardation,
 
emotional disturbance, or to environmental disadvantage.
 
(Children with Specific Learning Disabilities Act of 1969,
 




Therapy II • • • a healing experience • • • • where 
developmental processes have been broken down" (Williams & 
Wood, 1977, p. vii). 
Art as therapy is "a vehicle for self-expression, communi­
cation and growth 11 (Rubin, 1980, p. 7). 
n~ refers to the treatment medium • • • • [\ihich] 
provides an expressive form of communication, socialization, 
creativity, self-expression, self-exploration, and manipu­
lation of the environment n (Williams & Wood, 1977, p. vii). 
Science is "an investigative-experimental • • • sensory­
motor involvement" (Carin & Sund, 1970, p. 26). 
Level of development refers to an adequate knowledge of 
the child in regard to age and ability. 
1'1otivate is the ability to stimulate internally to 
produce a desire for accomplishment. 
Experience-centered refers to the gradual acquisition 
of knowledge through touching, manipulating and creating. 
8
 
Learning is the internalization of experience. 
Remediation refers to n • • • individual tailoring 
of particular techniques to particular children to facili ­
tate learningU (Bryan & Bryan, 1978, p. 308). 
Intermediate level of functioning refers to the special­
needs child of ages 9 through 13. 
Limitations of the Study 
It is important that the reader understand that "when 
distinctions between the work of art therapists and art 
educators is discussed it is often stated that art educa­
tion is product-oriented while art therapy is process 
oriented" (Kramer, 1980, p. 16). In order to gain a 
deeper understanding of this research endeavor this author 
has chosen to briefly explain art therapy's historical 
background. There is some controversy as to the beginnings 
of art therapy. Kwiatkowski, (1979) found that 
art therapy was initiated with the physically ill. 
An English artist, Adrian Hill, started working with 
his fellow patients while he was hospitalized with 
tuberculosis. After recovering he began sharing 
his good experiences with other hospitals, including 
mental hospitals. In 1945 he published his first book 
on art therapy: Art Versus Illness. (p. 117) 
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Both Packard (1980) and Rubin (1980) feel that 
evidence would seem to trace the origins of art therapy to 
the cavemen. This would therefore make it clear that its 
use predates both psychology and psychiatry. Packard (1980) 
further found that recordings of uses of therapeutic art 
were accounted for "as early as Plato's time n (p. 11). Its 
recognition in the United States was experienced in the 1930's 
(Agell, 1980; Anderson, 1980; Ulman, Kramer & Kwiatkowski, 
1978) "mainly because of the tenacity and astonishing 
efforts of ?~fargaret Naumberg U (Agell, 1980, p. 8). "In 
the late 1940's and the 1950's Viktor Lowenfeld developed 
ideas for what he called art education therapy appropriate 
to the practice of teachers who were not clinically trained" 
(Ulman, 1979, p. 118) 
Traditionally the settings were psychiatric, rehabili ­
tative and special education (Agell, 1980; Anderson, 1980; 
Rubin, 1980; and Ulman, 1979). Today the practice of art 
therapy is 
applied in a much broader range • • • • in general 
hospitals, programs for the physically disabled, 
agencies providing home-care for the terminally ill, 
programs focused on primary prevention. (Agell, 1980, 
p. 9, and many more) 
The following critical developments have been vital 
to the attention currently given to the field of art therapy: 
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1) The publication, initiated by Ulman, of the 
American Journal of Art Therapy (AJAT) 
(Agell, 1980; Rubin, 1980) 
2) The organization of the American Art Therapy 
Association (AATA) (Agell, 1980; Anderson, 1980; 
and Rubin, 1980) 
3) The federal regulations of P.L. 94-142 
(Anderson, 1978, 1980; and Mayhew, 1979) 
4) The seeking of help from the field of art 
therapy by parents, art teachers and special 
educators. (Anderson, 1978, 1980) 
The two major approaches in art therapy today are de­
fined as follows: 
The use of art as a vehicle for psychotherapy 
and the use of art as therapy. Art as therapy implies 
that the creative process can be a means both of recon­
ciling conflicts and of fostering self-awareness and 
personal growth. \Vhen art is used as a vehicle 
for psychotherapy, both the product and the associative 
references may be used in an effort to help the 
individual find a compatible relationship between his 
inner and outer world. (Anderson cited in American 
Art Therapy Association Directory, 1975-1976) 
This research paper is limited to art as therapy. It 
will review the literature of the past ten years in private 
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and public school settings as well as clinical placements. 
The paper will limit itself to special children with an 
emphasis on the learning-disabled population ages 9 through 
13 functioning at an intermediate level. It will concern 
itself with art and science alternatives to enhance crea­
tivity, meet social and emotional needs, encourage the 
development of perceptual, motor and cognitive skills, as 
well as procuring the incentive or motivation to learn. 
This author believes that IIchildren should be led to make 
their own investigations and draw their own inferences. 
They should be told as little as possible and induced to 
discover as much as possible" (Carin & Sund, p. 36, cited 
in Spencer, 1860). 
Summary 
In order to balance the nature of learning, the pro­
vision for flexibility as well as enjoyment within the 
learning environment is needed. It is expedient that the 
special child is understood holistically by the instructor 
in order to guide this individual, who daily combats 
perceptual, coordinative, cognitive or social impediments. 
This research revolved around the alternative means of a 
therapeutic infusion of art and its correlation with 
science in the curriculum for the special child functioning 
on an intermediate level, ages 9 through 13. This author 
felt that structure and limitation will eventually free the 
12 
child to attain success within the academic realm if he/she 
is allowed to investigate and discover within a pleasur­
able environment. 
CHAPTER II 
P~VIEW OF THE LITERATURE 
Traditional Views 
Traditionally it has been stated that 
expressive art experiences are not only beyond the 
capacity of these children but also as something 
scrupulously avoided. Art for pleasure, for release, 
for joy, or for therapy is not to be included in pro­
grams designed for children of this kind. (Gonick­
Barris, 1976, p. 67) 
She	 further stated that 
traditional art programs for children with brain dys­
function--offering them stereotyped adult symbols to 
copy, trace, or otherwise duplicate--doubly deprives 
them: they are misled about the meaning of art and 
robbed of an opportunity for art expression. (p. 73) 
In regard to this misconception, Rubin (1978) related the 
following: 
For at many times and in many places I have been told 




unable to do anything productive, creative or even 
nondestructive with art materials. And time after 
time, the children have proven the prophets to be 
wrong, and have surprised even their most hopeful 
advocates. (p. 225) 
"Art when offered these children has been displaced too 
often from its own worthy position into a role 'in the 
service of' something e1selt '(Hodnett, 1970, p. 1). ~'1ul1ins 
(1973) feels that 
the children were born with handicaps but they need 
not be further deprived--as too often happens--of 
the chance to use the arts as a means of understanding 
their world and themselves and of communicating with 
others. (p. 57) 
Her feelings are further emphasized with the following 
thoughts of Rubin (1978): 
Art • • • can and does give a child an exciting, 
stimulating and pleasurable \iay to enjoy and explore 
the sensory world. It gives him a way to be in 
charge, even in a limited sphere, of a medium or tool 
which he controls as he wishes. It gives him an oppor­
tunity to master whatever tools or processes are 
appealing and within his reach, and to savor the pleasure 
of skills achieved with practice. It gives him a way 
to safely let loose, to regress and smear and pound 
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and	 release body tensions, or let loose and express 
symbolically or verbally powerful scary feelings. 
(p.239) 
Further emphasis is required in order to understand 
that "despite our roots (and they are deep) in psychiatry, 
psychology, art, and education, the synergistic entity of 
art therapy is open, creative, and dynamic" (Rubin, 1980, 
p.	 7). 
In terms of practice, if not theory, therapeutic 
uses of art have flourished in non-medical settings 
since the inception of art therapy almost 40 years 
ago, and perhaps earlier • • •• The earliest use of 
art for its psychological value in educational setting 
was accomplished by especially sensitive and gifted 
teachers rather than by therapists. (Ulman, 1979, 
p. 117) 
As the educational pendulum is currently swinging back 
from an overemphasis on cognition to an interest in 
effect, a new • • • curiosity about the therapeutic 
values of art is emerging among teachers. (Rubin, 
1980, p. 6) 
Current Trends 
Publications, organizations and regulations along with 
the need for teachers to understand therapeutic techniques 




The AJAT (American Journal of Art Therapy) provided a 
scholarly publication for those interested in the thera­
peutic use of art and was notably instrumental in consoli ­
dating what had been scattered efforts of practioners to 
draw attention to their work. Encouraged by the publication 
of the Journal and tIle forum it provided, formerly isolated 
art therapists unified • • • and founded the American Art 
Therapy Association (AATA). (Agell, 1980, p. 9) 
\vith the groundl-/ork laid t1Art therapists • • • long accept­
ed in • • • therapeutic schools have only recently begun to re­
ceive recognition and jobs in the public school systeml! (~1ayhew, 
1979, p. 22) 
Another piece of literature reported that 
It was not until 1975 when the National Committee, Arts for 
the Handicapped was established through the Alliance for 
Arts Education (A joint project of the John F. Kennedy Cen­
ter for the Performing Arts and the Office of Education, 
Department of Health, Education and Welfare) that most of 
those concerned with attaining this goal fully realized 
that the phrase Uevery child" included all handicapped 
as \vell as non-handicapped students. (Kukul{, 1977, p. 51) 
Within recent years
 
it has become vitally important that if the handicapped are
 
to be given equality of opportunity and perform in the
 
least restrictive environment, as mandated by PL 94-142,
 
options for maximum educational opportunity must be pre­





\vithin the final regulations for J.l.L. 94-142, "The Education 
of All Handicapped Children Act tr issued in Fall of 1977, artis­
tic activities are included under related services (see 
section l21.a13). 
Furthermore, in Report #94-168, the Committee on Labor and 
Public Welfare, United States Congress (1975) emphatically 
stated: Itllandicapped individuals have a normal probability 
of being creative and talented" (Appell, 1977, p. 13). 
Teacher's Role 
It therefore seems justifiable that 
All therapeutic art education should begin with a flexible 
adult artist who is aesthetically sensitive, loves art- ­
and not just one art (the dedicated painter wontt do here 
••• ) The second requirement for a real art therapist is 
that he be able to welcome warmly another human being who 
needs help--he must be mature, secure, unthreatened, and 
able to give without expectation of reward. (Hodnett, 
1970, pp. 9-10) 
In addition, Zv1ul1ins (1975) stated that "Edith Kramer sees 
the art therapist as one who combines the skills of artist, 
therapist, and teacher" (p. 58). ~/loreover, IIoclnett (1970) 
stressed the importance of a good ratio of children to adults. 
Sequences of Developmental Art Therapy 
To consider interpreting a child's creative product •• 
to select effective motivators, or to plan a significantly 
therapeutic art experience, one must first consider the 




They further summarized Lowenfeld's developmental sequences 














Evident in the infant's experimen­
tation with waving hands in air, 
holding objects (crayon, carrot, 
rattle), or using fingers in finger 
paint or strained food. 
The continued experimentation and 
elaboration of kinesthetic exper­
ience • • 
The child conceptually recognizes 
a connection between a mark on paper 
and himself • • • • 
The child makes representational 
attempts and is aware of himself as 
the center of his world • • • • 
A child's art work is highly 
individualized and signifies his 
"ordered" world 
Peer influences are evident now with 
more attention to details, realistic 
interpretation, • • • • 
There is heightened concern for 
natural surroundings. (pp. 9-10) 
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Refer to Chapter II, Art for All the Children, 
(Anderson, 1976), for more detailed information regarding 
the first four stages listed above. Also scan her adapted 
lesson plan in Appendix A. See Figures 1, 2, and 3 in 
regard to the final stages of developmental art. 
Unlike Anderson (1978) both Williams and Wood (1977) 
have deliberately omitted references to chronological age 
regarding the stages of developmental art trin order to 
emphasize that sequence of development is important rather 
than a comparison to a norm" (p. 12). Anderson (1978) how­
ever made reference to chronological age when summarizing 
children's typical artistic development. Over and above 
she cautioned that "the reader must be aware that many 
children are now part of the television generation and are 
developing perceptually at an earlier rate" (p. 23). Finally 
she relayed this important message that "the developmental 
stages documented by Lowenfeld should be viewed as guide­
lines and benchmarks of growth" (p. 23). 
Stages of Developmental Art Therapy 
It appears that special educators are not only responsible 
to acquire an understanding of the stages of developmental 
art therapy but also to be aware of its goal regarding 
social and emotional growth. This goal "has been conceptual­





Yes times Yet 
IIuman Schema (2-dimensional work) 
1.	 Clearly identifiable 




a.	 Head and facial parts 
b.	 Other details 




4.	 Human form depicted with ease
 




Spatial Representation (2-dimensional work) 
1.	 Objects set along a baseline 




3.	 Objects are flat 
4.	 Skyline appears 
5.	 Foldover or foldup pictures 
6.	 Several items from different
 
point s of view
 




8.	 X-ray presentations 
Color 
1.	 Schema for colors develops 
2.	 More accurate relationship
 
of color to objects
 
Schemata vary at times 
1.	 Significant parts enlarged 
2.	 Unimportant items omitted 





1.	 Full ability to use correctly 
a.	 paint c. scissors 
b.	 drawing items 




3.	 Better able to share work 
4.	 Better able to work with 
others on group projects 
Comments: 
Figure	 1. Growing Chart/Schematic Stage 




Yes times Yet 
Human Schema (2-dimensional work) 
1.	 Many more details appear 
2.	 Fewer geometric shapes and 
more natural forms and 
shapes included for body 
parts 
3.	 Many more details in the 
figure 
4.	 Hemlines straight






6.	 Folds omitted 




8.	 Schema appears in 3-dimensional 
media as well 
Spatial Representation (2-dimensional 
work) 
1.	 Space between sky and ground 
filled and ordered 
2.	 Baseline disappears 
3.	 Overlapping of objects 
4.	 Still some exaggeration 
of objects due to 
emotional importance 
Color 
1.	 Less generalized schema 
2.	 Variations in the object­
color adherence 
Art	 Skills 
1.	 Can mix own colors 
2.	 Uses wood tools appropriately 
3.	 Can work 3-dimensionally 
with paper 
4.	 Still uses additive method in 
clay 
Works well with others 
Comments: 
Figure 2. Growing Chart/Gang Age
 





Yes times Yet 
Human Figure (2-dimensional work) 
1.	 Schema disappears 
2.	 Joints indicated, figures active 
3.	 Color changes indicated 
4.	 Sexual characteristics 
5.	 Folds and wrinkles in clothes 





8.	 The above reflected in 3­
dimensional media as well 
Spatial Representation (2-dimensional 
work) 
1.	 Baseline disappears 
2.	 Horizon line included 
3.	 Discovery of perspective 
methods 
a.	 one point 
b.	 aerial (things smaller 
in distance) 
Three-Dimensional Work 
1.	 Interest in making functional 
clay work 
2.	 Interest in making representa­
tional figures in clay, 
plaster, and wire 
Other General Concerns 
1.	 Focus on decorative qualities 
in work 
2.	 Interest in fantasy topics 
3.	 Concern for various artistic 
techniques 
4.	 Concern for end product 





Figure 3. Growing Chart/Pseudo-Naturalistic Stage 
(Typically 12-14 Years) (Anderson, 1978, p. 41) 
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Stage I: Responding to the environment with 
pleasure • . . . 
Stage II: Responding to the environment with 
success • • • • 
Stage III: Learning skills for successful group 
participation • • • • 
Stage IV: Investing in group processes • • • • 
Stage V: Applying individual and group skills in 
nel¥' situations • • • • (\V'illiams & \vood, 
1977, p. 12) 
They also provided 
an overview of the stages, with goals for each stage 
and a summary of appropriate teacher techniques, 
experiences, and activities generally needed by chil ­
dren at a particular stage. (1977, pp. 11-12) 
Above all they further stress that sequences of objec­
tives lead to the accomplishment of general goals at 
each stage of development and in each curriculwn area tt 
(Williams & Wood, 1977, p. 14). See Figure 4 which corre­
lates developmental therapy at each stage of development for 
each curriculum area. 
Goals of Developmental Art Therapy 
The goals of developmental art therapy are illustrated 




Socialization Academic Skills 
(Caring) (Thinking) 
To trust an adult 
sufficiently to respond 
to him 
To participate in 
activities with others 
To find satisfaction in 
group activities 
To participate spontan­
eously and successfully 
as a group member 
To initiate and maintain 
effective peer group 
relationships independent­
ly 
To respond to the environ­
ment with processes of 
classification, discrimina­
tion, basic receptive lang­
uage concepts and body 
coordination 
To participate in classroom 
routines with language con­
cepts of similarities and 
differences, labels, use, 
color, numerical processes, 
of ordering and classifying; 
and body coordination 
To participate in the group 
with basic expressive lang­
uage concepts; symbolic re­
presentation of experiences 
and concepts; functional 
semi-concrete concepts of 
conservation; and body 
coordination 
To successfully use signs 
and symbols in formalized 
school work and in group 
experiences 
To successfully use signs 
and symbols for formalized 




Programs, Studies and Projects 
To the present date there are many reported approaches 
to art therapy. Some therapists utilized a diagnostic­
prescriptive approach while others saw the need to enhance 
the child's psycholinguistic abilities. Benefits have been 
derived when it was infused within the science curriculum. 
These were but a fe\i of the many approaches that the field 
used for exceptional populations (Packard, 1980; Ulman, 
Kramer & Kwiatkowski, 1977). 
~1oreover 
These programs (educational program emphasizing 
the arts) are conceived as alternative approaches 
to learning for youngsters who may have problems in 
adjusting to more traditional classroom situations. 
The infusion of the arts into the general education 
of all children also encourages the identification 
of talented youngsters whose special abilities may 
otherwise go unnoticed. (Appell, p. 4 cited in 
Bloom, 1975) 
Using a trial and error approach, the following 
program was constructed by Gonick-Barris while she 
maintained a position as art teacher in a private school 
for children with minimal brain dysfunction. She had 
fonmerly worked as an art therapist and has had teaching 
experience which extends from nursery to college level 
(1976). 
27 
Materials and Approaches 
1.	 The procedures were consistent and clearly 
understood. 
2.	 Simple instructions were used. 
3.	 Media varied. 
4.	 "Gradually built up experience must precede 
genuine creative expression" (p. 72) 
5.	 "Distribution and cleanup routines were firmly 
established? "(p. 71) 
6.	 Art lessons were linked with natural materials 
from the environment. 
She	 further maintains 
that children with learning disabilities and problems 
in social or emotional adjustment are in even greater 
need of creative art experiences than are children 
who do not have such disabilities. (p. 73) 
Pine (1974) promoted the following art program for 
children in an urban public school. She describes the 
children she worked with in this way: There were healthy 
children and disturbed children, retarded children and 
bright children. She is experienced in art teaching, 
art therapy and art in psychotherapy. 
1.	 Children were given the freedom and opportunity 
to be truly creative. 
2.	 Emphasis was placed on the product. 
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3. Recognition and promotion of individuality must 
precede creativity. 
4.	 Various materials were explored. 
5.	 The program's main emphasis was on painting, 
drawing and sculpture. 
6.	 A single motivating theme was always provided. 
7.	 There was 1Ino such thing as a mistake in art U 
(p.	 86). 
8.	 Each child was encouraged to have confidence in 
their own ability. 
9.	 Each child mounted and displayed their o,~
 
work in an attractive manner.
 
10.	 The instructor worked individually as much as
 
possible with each child.
 
Based on "basic principles of artistic design in 
terms of psycholinguistic abilities" (Gair, 1977) developed 
a program for ttteaching problem learners through art" (p. 
30). From 1973 to 1975 it ,vas tested wi-th several differ­
ent populations of children and was entitled nG~1VR Program: 
Receptive-Expressive Learning Through Art" (p. 30). 
The	 GMVR Program meets a variety of needs as follows: 
1.	 The so-called normal child or the gifted child 
who is able to function but is evidencing a 
developmental lag in one or more channels of 
conununication. 
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2. Children whose behavior indicates a problem 
involving perceptual-motor, cognitive, or affec­
tive skills. 
3.	 Children who cannot integrate their perceptions 
and are fearful, hostile, or submissive both at 
home and at school. 
4.	 Children who are unable to orient themselves in 
their physical, psychological, or emotional 
environment so as to establish a realistic body 
image and body concept. 
5.	 Children who are emotionally blocked in home or 
school settings and are having a problem building 
a firm foundation of skills based on their own 
abilities. (p. 30) 
The	 Program is structured in the following manner: 
Perceptual-cognitive behaviors were defined in terms 
of objectives, including: 
1.	 Development of a healthy self-concept that 
maximizes communication between the self and the 
environment. 
2.	 Awareness of body image, how one looks and feels 
about oneself. 
3.	 Development of a concept of the body as it relates 
to and interacts with the world. 
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4.	 Development of the ability to use the body in a 
space-time conteA~ so as to build skills in task 
attention, task orientation and task analysis. 
(p.	 30) 
Art learning behaviors were defined in terms of objectives, 
including: 
1.	 Development of an awareness of visual, verbal, 
and tactile patterns in the natural and man­
made environments. 
2.	 Ability to deal with the shape of objects, 
pictures, and words in terms of visual, verbal, 
and tactile receptors. 
3.	 Development of spatial awareness of the environ­
ment in terms of body movement and perceptual 
development. 
4.	 Ability to compare and analyze differing spatial 
systems (negative and positive, two and three 
dimensional, etc.). 
5.	 Development of an awareness of structure in the 
physical, psychological, and aesthetic environ­
ments. 
The components of the GMVR Program deal with seven 
major concepts with tla series of 140 progranuned slides" 
(p. 31.). The slides are divided into segments and are 
accompanied by both cassette tapes and a vocabulary list. 
Children are pretested and post-tested. Teachers rate 
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them "on the Gair Art Rating Scale" (p. 31). Gair 
further attests to the importance of teaching children to 
see	 critically. She believes that 
Teaching children to see "critically" means 
engaging them in a dialogue that centers around their 
own work. • • • There is something positive that 
can be said about every creative product, but that 
"something" must be concrete, truthful, and tasI{ 
related. (p. 32) 
In closing, Gair stressed the need 
for children to care about their accomplishments 
• • • • [and] to care about themselves • • • • The 
G~'NR Program helps children solve realistic problems 
by using a multitude of visual, verbal and manual 
resources • • • • The child who has received this 
kind of training will be better equipped to learn than 
the child who has not. (p. 32) 
In order to obtain more information regarding the 
G~1VR Program see Appendix C, Further Sources of Informa­
tion. 
Nancy Wood (1977), a learning disabilities teacher in 
a public school resource room, conducted the following 
study. The concern was whether or not Itdirected art ac­
tivities could increase visual perception as measured by 
the Frostig DTVP" (p. 456). 
Importantly, while the use of art activities caused 
significant results when pretest and posttest raw 
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scores were compared, only the Form Constancy subtest 
showed significance (.01 level of confidence) •••• 
A study of the pretest and posttest Learning Quotients 
(LQ) also indicates an increase in the visual-percep­
tual functioning of the children. • • • The results 
of the study may suggest that art has the potential 
to improve visual-motor ability, therefore reading 
• • • • An important result not evaluated by the 
DTVP was the possible improvement in the self-concept 
of the child • • •• No one program can claim to be 
perfect for every child; but, if art remediation could 
make a difference in the development of visual percep­
tion and visual motor coordination (therefore reading 
and written expression for some children), then it is 
worthy of further research and development. (pp. 458­
461) 
Hodnett (1970), an art education major, reported the 
results of a pilot study after a semester's creative art 
teaching for children with average or above average 
intelligence and having learning disabilities. The program 
emphasized: 11(1) work for a level of joy and release; 
and (2) work with color as much as possible u (p. 6). The 
conclusions and recommendations were extremely interesting 
as noted in the following: 
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In two separate evaluative sessions with (1) regular 
teachers and principal, and (2) student art teachers 
and principal, these conclusions were reached: 
1.	 Art was an acceptable subject-activity for all 
children in the school. For some children there 
was much gain from art. 
2.	 The most important outcome of the art activity 
was the enhancement of self-concept. This goal 
should be consciously striven for in the art 
class since it can happen there. 
3.	 The children relaxed in art class. 
4.	 A team approach grew up between regular teachers 
and art teachers. The necessity for complete 
cooperation was evident especially in discipline 
matters. 
5.	 Creativity was present in the art work of the 
children, but sho'\Ted up later than with "normals." 
The generally accepted idea of free, open, "any­
thing you want to don kind of creativity was not 
possible here, but evidences of uniqueness, a kind 
of daring, a willingness to try something strange 
(especially with the teacher who taught only 
painting to four boys) was evident. 
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6.	 By the end of the semester the children could 
(1) work on bigger figures and (2) work in a 
group. This apparently was related to their 
clear idea of the finished art product, which was 
in view. 
These recommendations were made by the regular 
teacllers: 
1.	 There should be more class planning so that the 
daily art lessons fitted into a total plan. The 
teachers felt this was especially necessary since 
they needed to conduct a "readiness period" before 
the children were taken to the art room. 
2.	 Art has to be structured. This was the only thing 
the teachers asked for, and they meant it in the 
sense of Cruicl{shanl{ts statement (2, pp. 126-51) 
\~ith enlphasis on these principles: (a) establish­
ment of limitations; (b) adult must accept child 
at all times; (c) child must be accepted in terms 
of meaning of situation for him. 
3.	 There should be regular scheduled activities 
related to art. For example: care of brushes-­
wipe off, point, dry. 
4.	 Art should relate to other activities. (pp. 10-11) 
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Carter, director of the Clinical Education Laboratory, 
and Miller, a teaching fellow in Curriculum and Instruc­
tion arranged 
a special class of children with learning disabilities 
• • • at the Uni"versity of lIouston Clinical Education 
Laboratory to test the theory that creative art ac­
tivities could improve perceptual-motor coordination. 
(p. 245)
 
Activities were planned for the group that would
 
accomplish the following goals.
 
• Self-awareness through visual, tactual, and 
kinesthetic modes. 
Identification with experiences through perceptual 
activity, discussion, and expression. 
Eye-hand coordination through activities that 
develop manipulative skills. 
• Increased span of interest through motivation 
and relating projects. 
• Improved self-image through a sense of accomplish­
ment and being an essential part of a group. 
Because the program was based on creative art ac­
tivities, the goals of an elementary art program were 
used as guidelines. Activities were provided that 
would satisfy these goals. 
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Provide opportunity for expression and communica­
tion of feelings, thoughts, and experiences. 
Provide opportunity for exploration of materials 
and development of knowledge and skills in various 
art processes. 
• Provide background for the understanding and 
appreciation of art. 
• Stimulate perceptual awareness, intellectual 
development, social growth, physical control, 
emotional development, creative growth, and 
aesthetic judgment. 
An effort was made to implement these goals through 
having each child draw a self-portrait, draw his own 
home, and draw and construct a puppet of himself. 
(pp. 246-247) 
Activities were also designed to determine the 
child's self-image and stage of creative development as 
\vell as "to encourage the children to be more perceptive 
through touch lt (p. 247). 
The children were pretested and posttested with the 
Marianne Frostig Developmental Test of Visual 
Perception • • • and showed significant gains. The 
real advantage to this type of activity is an intangible 
quality, which, at this point, there is no test to 
assess. Span of interest, attention span, and self ­
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motivation do not completely express the development 
of a joy in learning, a desire to participate in 
learning activities • • • • The experiences gained 
from this class would seem to indicate that any type 
of activity that provides motivation to learn, along 
with opportunity to develop skills, would be success­
ful with children with learning disabilities. The 
advantage of art and other creative activities is that 
the reinforcement is present in the activity itself 
and does not have to come from outside rewards or 
teacher approval • • • • Not only were all gains 
positive for each subtest, but each child gained 
significantly on each subtest. (pp. 249-252) 
The Carter and ~lil1er results indicated that I1There l~ould 
seem to be at least one other way of enhancing visual­
perceptual abilities--creative art activities" (197l, 
p. 252). 
I-Iaving been successful in both assessing and remediat­
ing cognitive deficits for children with language and 
hearing impediments, Silver and Lavin (cited in Silver, 
1973, 1975), attempted the following study 
with children who have an opposite constellation of 
skills--verbal strengths and visual-motor weaknesses. 
(1977, p. 416) 
Within the program all the activities were implemented 
"in a success oriented, nonthreatening atmosphere ll (p. 34) 
• • • • 
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The teaching and testing procedures included the 
fol1o\\Ting: 
1.	 Ability to form groups in drawing from imagination 
2.	 Ability to perceive and represent spatial relation­
ships • • • • 
3.	 Ability to order and conserve in manipulating 
objects, modeling clay and painting. (p. 28) 
Both Silver and Lavin feel that 
The success of this • program reveals that art 
techniques can be used to assist learning disabled 
children in expressing concepts nonverbally through 
visual-motor channels in spite of impaired functioning 
in this area. Through the use of cognitively oriented 
experiences with drawing, modeling, and painting, 
learning disabled children were able to develop the 
skills needed to bring order to their perceptually 
disoriented world •••• (Silver & Lavin, 1977, 
pp. 416-424) 
The present study revealed that visual-motor weak­
nesses can be attacked successfully through the use of art 
experiences. Since tIle tested abilities, forming groups, 
perceiving and representing spatial relationships, order­
ing and conserving, are also fundamental in the development 
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of language as well as mathematics and reading ability, 
future investigations into effect upon these more complex 
behaviors might also be fruitful. The results also seem 
to indicate that art therapists and art teachers can effec­
tively use these techniques. 
Levick, Dulicai, Briggs, and Billack (1979) related 
the	 following examples of their research findings: 
Lyons (1971) challenged Cruickshank's theory that 
learning disabled children would rarely be asked to 
draw a picture on their own • • • • To begin she 
removed the cubicles the children had been assigned 
and arranged the room for more peer interaction; • • • • 
All the childorens1productions were highly valued and 
were displayed on classroom walls • • • • Her 
results raised many questions for future art thera­
pists and teachers, demonstrating that art can be a 
stimulus and aid to ego function in a classroom for 
learning disabled children. (1979, p. 368) 
Further, they stated that Kruger (1973) and Shaw (1976) 
demonstrated in their pilot studies with learning disabled 
preadolescent children that art therapy is effective in 
improving self-esteem and can be used to foster learning 
by uncovering and working through conflicts associated with 
reading disabilities and obsessional behavior. 
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Sommers expressed the outcome of marionette making in 
this fashion: 
It is difficult to document the growing internal aware­
ness that paralleled the making of the marionettes 
• • • • \Vhen the project was completed • • • • I 
became more and more certain that something quite posi­
tive had happened • • • • The children appeared more 
grounded, more of a piece, less random than before they 
began • • • • The children's new found sense of 
well-being was clearly apparent and it seemed to stem 
from the triumphant achievement of the marionette 
project. (1977, p.53) 
It would be noteworthy to review Lavano-Kerr and Savage's 
lesson regarding Body and Self-Awareness in Appendix A. 
Partnership of Art and Science 
Science instruction of an investigative-experimental 
type demands sensory-motor involvement. When science 
is taught through discovery, lessons are structured 
so that the child, in addition to learning science 
concepts and principles, also learns how to use his 
mind. This is done by structuring the learning ac­
tivities so the child is forced to use his mind to 
formulate hypotheses, control variables, design 
experiments, make operational definitions, formulate 
models, interpret data, plus many more cognitive 
processes. (Carin & Sund, 1970, p. 26) 
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The scientific attitudes of curiosity, inventiveness, 
critical thinking and persistence are also "necessary to 
artistic literacy as well" (Anderson, 1978, p. 125). 
In both science and art, the student experiences of 
discovering, describing and demonstrating are integral 
to the process of learning. Unlike a purely intellectual 
exercise or verbal presentation, a learning system 
that relies both on verbalization and creation allows 
the child to internalize experience in a unique manner. 
(Hadary & Cohen, 1978, p. 3) 
Hadary's (1978) developed curriculum for the handicapped 
is a highly regarded model because: 
1. It trains teachers in methods of teaching labora­
tory science. 
2. It adapts both science and art materials for 
parallel use. 
3. It developed and implemented within a mainstream 
setting a science and art curriculum. 
4. The program has been both tested and evaluated. 
Throughout the program, science and art stimulate 
creativity based on interacting with natural phenomena. 
Paralleling laboratory experiments and art experiences 
provide opportunities to express phenomena discovered 
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by interacting in the laboratory through the art 
medium, and opportunities for creation by application 
of information and process revealed through science 
experiments. (Iladary, Cohen, Haushalter, lIadary & 
Levin, 1976, p.3l) 
See their sample lesson in Appendix A and also Appendix C 
regarding the twenty-five field tested lessons. 
"Carefully selected science experiences can be used 
effectively as an alternate approach for developing visual 
perception skills ll (Thier, 1976, p. 39). She further 
elaborated that 
Getting the child into the natural environment to 
observe variables and asking him to collect examples 
of the variable chosen can be beneficial to the child, 
not only in teaching him to discriminate, but also in 
helping him to make choices and act upon them • • • • 
After the collection process, discussion naturally 
follows, in which the child can describe his leaves, 
seeds, evidence of man, etc. He can then paste the 
treasures on paper, write down a descriptive word for 
each object, and hang it up. Science, language, and 
art are thus integrated. (p. 40) 
I1Contract teaching is an excellent \vay to nleet the 
needs of 'special students' without calling attention to the 
fact that they are different • • • • 
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For productive contract teaching, there are five 
basic steps: 
1.	 Establish a rapport with the student and make 
his or her time studying science a pleasant part 
of the day. Share your enthusiasm for the subject 
\vith the child. 
2.	 Be sure that the student is familiar with the 
ordinary classroom and laboratory equipment that 
would be available for his or her projects. 
3.	 Guide the student through the process of choosing 
an area of study based on interest. Make sug­
gestions but don't force the student in anyone 
direction. 
4.	 ~,,'1ake sure that you call to the student I s attention 
all of the options available. 
5.	 Formally write out the contract. Include all 
details necessary to have the student fully under­
stand \mat is expected • • • • 
Contract teaching is like the Ubaited hool<. It (Ovnilc, 
1976, p. 44) 
This can be a success opportunity. The selection of a num­
ber of science topics to be covered as well as a choice of 
several activities should be included. Ovnik suggested that 
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a variety of activities could include 'some research, some 
drawing, and various 'hands-on' projects. Background and 
supplementary information for the activities should be pro­
vided from books, posters, filmstrips, etc." (p. 44) 
The contract metllod has rendered 
numerous effective learning experiences in science, 
both in special classes and in mainstream programs 
• • •• This method of instruction offers the teacher 
an alternative approach to meeting the needs of 
special students placed in regular or self-contained 
classrooms. (p. 45) 
Piper (1980) devised a Science Activity Teaching 
Plan. None of her ideas are new but were revitalized 
since the enactment of P.L. 94-142. Previously it was 
felt that the special child was unable to "manipulate 
science apparatus or participate in science activities" 
(p. 399). She found that the opposite was true. The 
description of her model follows and is based on Kouninls 
five teacher managerial behaviors: 
Prior Planning: The essential preparations made to manage 
movement. 
1.	 Identify a laboratory setting in 
the room 
2.	 Devise a procedure to group each 
child into a team 
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3.	 Assign responsibilities to each 
team member 
4.	 IIave necessary materials prepared 
Focus	 Activity: "The 'focus' is a short, attention gett ­
ing activity performed by the teacher 
for the purpose of piquing the natural 
curiosity of the child and introducing 
the objective of the lesson • • • • 
There are a number of ways this can be 
done. Some suggestions are: 
1.	 Demonstrate a discrepant event. 
Children are fascinated by seeing 
something that appears odd or unusual. 
Their ~ediate reaction is a desire 
to 'find out' what happened. 
2.)	 Introduce a common or familiar 
event, but arouse curiosity by a 
more careful observation of the 
event. 
3.	 Show a filmstrip or a film without 
the sound. 
4.	 Introduce an lif l idea. 'If we 




5. ~lake a puppet scientist and have 
the puppet introduce the activity. 
Above all, keep the focus activity 
brief and avoid telling too much. A 
lecture full of facts often destroys 
curiosity. (pp. 402-403) 
Student The objectives of the lesson are ex-
Instructions: 
plained. 
1. Explain the jobs 
2. Have students describe their jobs 
to avoid misunderstandings 
3. Be sure there is an awareness of 
the specific location of a team 
laboratory 
4. One group at a time is allowed to 
procede to their assigned laboratory 
Student Group "During the group activity it is very 
Activity: 
important that the teacher assume a 
minor role n (p. 404) 
1. Students actively learn 
2. Teacher visits each team, listens 
but conunents "only when assistance is 
requested" (p. 404) 
3. 'reacher is alerted to flnon-verbal 
cues that indicate interest or 
boredom 11 (p. 404) 
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4.	 \\1hen a team finishes their investiga­
tion they may go back to their desks 
and wor!" on: 
a.	 Other assignments 
b. A teacher suggested activity 
Synthesizing: uhas three major purposes: 
1.	 The synthesis pulls together the 
intended concepts of the activity 
and acts as a cognitive link be­
tween what the students knew before 
and what was newly acquired as a 
result of the activity • • • • 
2.	 The synthesis phase offers an 
opportunity to informally evaluate 
what the students have learned from 
the investigation • • • • 
3.	 The major purpose of the synthesis 
phase is the introduction of new 
science content related to the 
topic investigated lt (pp. 404-405) 
Evaluation:	 "The final step in any lesson is the 
evaluation of each child's performance" 
(p.	 405). 
1.	 Thinking a child understands is not 
enough 
2.	 The instrument used to evaluate 
should be brief and require the 
slightest amount of writing 
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3. Some children may need individualized 
interviews 
Piper concluded thus: 
The most important considerations of the preceding 
teaching activity plan is its effect on the learning 
environment for both teacher and students. The plan 
provides for acquisition of science knowledge. 
Of equal importance is its provisions for the 
development of fate control, language formation, 
and social skills. With only minor modifications or 
additions of individually prepared materials, 
every child has an equal opportunity. The teacher 
through the use of this plan, gains self-confidence 
and assurance in direction group science activities 
for groups of students without fear of losing class­
room control. (p. 405) 
Further readings and resources which may enhance those 
educators interested in the science-art area are listed 
in Appendix Band C. 
Nature itself combines science and art: the life 
cycle of the butterfly, the structure of the butterfly 
wing, and the structure of the flower are a few. 
For the handicapped child, nature provides tactile 
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inspiration: textures of bark, branch growth, 
and the structure of feathers are examples. The 
elusive quality of a bubble, the lightness of a dande­
lion seed, and the grol~h of a plant involve color, 
form, line pattern, movement, balance, and textures-­
the components of art. (Hadary & Cohen, 1978, p. 5) 
CIIP..PTER III 
SU~~IARY 
"Unfortunately, all too often, the child who is ex­
periencing a learning problem is approached with a unitary 
orientation, so that extremely important aspects of his 
unique learning disorder may be ignored completely" 
(Abrams, 1979, p. vii). lIe further pointed out the 
necessity for educators as well as parents and therapists 
to focus "consistently on the whole child as a physical 
organism operating in a social environment in a psychologi­
cal manner" (p. vii). Just "recently a national conscienc(:} 
has been awakened and it recognized that all persons have 
essentially the same need" (Kukuk, 1977, p. 51). Because 
of the newness of society's conscious awareness the respon­
sibility of knowing and understanding the needs of this child 
falls into the already overflowing hands of the special 
educator. Again it becomes a duty to make an active endea­
vor to search for alternate ways to serve children who are 
struggling to learn. The time has arrived to review the 




It is this balance in the inquisitive nature of the child 
\ihich may gently destroy "drudgery, discipline, and con­
formity the social and educational 'virtues par excellence' 
of our society" (Lyon, 1971, p. 17). 
Special educators should be cognizant of the fact that 
"successful experiences • • • in • • • areas of learning-, 
must be geared to the developmental stages of the children 
and must be based on individual experiences" (Carter & 
Miller, 1971, p. 246). 
Reasons for the dearth in art therapy research are
 
obvious. Because we are young, we have not developed
 
our body of knowledge beyond what might be reasonably
 
studied at a Master's degree level. Most of our stu­

dents enter our training programs with the wish to be
 
clinicians. Few, if any, have as their major objec­

tive the undertaking of scholarly research.
 
(Wadeson, 1979, pp. 133-134)
 
In addition there is a 
need for outcome studies, investigations that give 
empirical evidence of art therapy's beneficial effects. 
In order for such studies to embody a sound research 
methodology there must be control groups, that is 
comparable groups • who did not receive art 
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therapy and whose condition, therefore, did not 
improve, thus demonstrati1ng that art therapy was 
the curative force. (Wadeson, 1980, p. 31) 
What was said of research regarding art therapy seems 
evident in the studies regarding the parallel use of 
science and art for the child with exceptional needs. The 
approach is young and there simply are not enough research 
studies to adequately generalize the results. 
Science lays bare the richness of the natural world. 
Art helps the child to shape his understanding of 
that richness with his own hand and mind. There is 
no stopping point. (Hadary & Cohen, 1978, p. 16) 
Aesthetic growth • • • is essential for any well ­
organized thinking feeling, and perceiving, and the 
expression of these in communicable form. In fact, 
it is a part of any proper organization. The proper 
organization of words we call poetry; the harmonious 
organization of spaces we call architecture; of tones, 
music; of lines, shapes, and colors, painting; of 
body movements, dance. This organization does not 
start on any arbitrary line. It may start anywhere: 
in life, in play, in art. That is why our whole 
personality is affected by aesthetic principles. 
Whenever organization is lacking, the mind disinte­
grates. (Lowenfeld, 1952, p. 40) 
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We must get away from the idea that art therapy 
is a panacea, something that everyone can automatically 
profit from • • • • 
As children become adolescents, questions must 
again be asked: Is art therapy appropriate, or would 
the adolescent benefit more from sports with peers? 
Has art given way to other interests? (Field, 1979, 
pp. 57-58) 
tiThe challenge of tomorrow lies in the development of more 
motivational experiences which combine the disciplines of 
the arts and science" (Hadary, Cohen, Haushalter, Hadary, 
& Levin, 1976, p. 33). 
Being cognizant of the research concerning the special 
child is an obligation for the special educator. Presently 
those children entrusted to our guidance have the right 
to a balance in their nature of learning. Educators must 
expand their vision in regard to the child's developmental 
level and needs. It would be wise to incorporate a pleasur­
able yet structured program which will eventually set the 
special child free. 
One alternative means to reach this goal may be through 
the infusion of art and science within the child's curri­
culum. It may not be accomplishment for all but it surely 
is worth extraordinary effort and planning if it provides 
a means to experience satisfaction or acquire another 
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basic skill. Furthermore, if self-esteem is promoted the 
child is one step closer to transfering this means of 
fulfillment to other academic activities. 
This author favors the route to infuse both art and 
science within the special child's curriculum. Further 
research in this area could bring about worthwhile contri ­
butions to the field of special education. Yet the most 
crucial factors regarding the development of such a program 
is the teacher's knowledge of each individual's needs, 
the academic area of concern and the step-by-step planning 
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S~1PLE LESSON PLANS 
Sample Lesson 
Creating the Structure of a Flower 
I.	 Science Objectives: 
To examine a flower and discover its structure-­
pistil, stamen, anthers, petals, stem. 
To relate the structures of a flower to the 
functions. 




To reinforce clay techniques and use them in
 
a mixed media bas relief. 
To stimulate a diagram of a natural object. 
To create a flower which exhibits the properties 
of line, shape, symmetry and circularity, 
combining topographic and linear views. 
III. Description of Lesson 
A.	 Source of Design: Nature 
B.	 Elements of Design: Bas relief of form 
emphasizing function as well as shape 
and sculpture form. 
C.	 Techniques: Clay, utilizing ball, pinch, 




D.	 Activity: IIave students examine a flower to 
discover its structure. Have students repro­
duce a flower that they have exa~mined by using 
clay and a variety of other materials. 
IV • Suggested ~'laterials: 
Live flowers 
Clay and clay boards 




Bits of cardboard 
Cotton balls 
~adary, Cohen, Haushalter, Hadary, & Levine, 
1976, p. 33) 
Synopsis of Lessons 




A.	 Every child is unique and worthy. 
B.	 Every child has a different physical image. 
II. Activities 
A.	 Children trace each other on a large sheet 
of paper, then each child paints and cuts 
out his own image. 
B.	 Teachers and students discuss the individual­
ity of each tracing. 
III. Behavioral Objectives 
A.	 The child should be able to trace another 
child so as to make the tracing look somewhat 
like the child. 
B.	 The child should be able to paint his own 
tracing so as to reflect his own character­
istics. 
c.	 The child should be able to cut around his 
tracing so as not to destroy the image. 
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D.	 The child should be able to verbally discuss 
the differences between tracings. 
(Lovano-Kerr & Savage, 1972, p. 198) 
Windows: Through a Glass Brightly 
Purpose/Rationale 
This activity focuses on a discovery exploration 
approach to the art lesson. This is an inquiry lesson in 
art. It centers on several basic science concepts also. 
The child is asked to explore ways in which sunlight can 
be blocked. This discovery may lead to a discussion of the 
differences in meaning between the words transparent and 
semitransparent and an inquiry into the nature of different 
types of paper. 
The child explores what occurs when heat is applied 
to crayons. Wax melts, and colors of crayons can be mixed. 
He also learns that color can be mixed by overlapping of 
colors of tissue paper and/or cellophane. Finally, measure­
ment becomes important if an area is to be adequately covered. 
Materials 
Cellophane scraps in various Ruler 
colors 
Iron Scissors or vegetable 
grater or dull knife 
Masking tape Tissue paper in various 
colors, sizes 
Old newspapers Wax paper 
Paper clips A window that needs 
Crayons, old broken ones, covering 
peeled 
The cellophane can be omitted. Scraps of tissue paper 





A situation may actually exist in the classroom to 
prompt the solving of a specific problem. This actually 
happened in the classroom in which the windows pictured 
in this section lV'ere created. Too much light ,,,as pouring 
into the room, and there was a need to cut down on this. 
Blinds cut out too mucll light, so another solution ,,,,as need­
ed. Different types and thickness of papers were tried 
over the window. The activity as presented here was the 
solution. 
A variation on this idea might be to make tfsunglassesft 
instead of a window covering. Another means of exploration 
would be to have crayons and a warming tray available. The 
students can just explore what happens when heat is applied 
to the crayons. In fact, this can be a separate lesson 
in itself, and exploration and discovery may go on for 
several days or weeks. 
If the class is an intermediate group and fairly bright, 
they can get into a discussion of the differences between 
the words transparent and opaque. They can also study 
Egyptian encaustic painting. (Egyptians used tempera 
suspended in a wax medium for their early painting on 
wood. This painting was called encaustic.) Finally, the 
class can discover what happens when primary colors of tissue 
or cellophane are overlapped; the same kind of exploration 




\Vhether the lesson is to focus primarily on exploration 
or its aim is to actually make window coverings, the pro­
cess is exactly the same. If a specific area is to be 
covered, it must be measured. Two pieces of wax paper, 
each having these measurements, are required. If the area 
is not too large, the wax paper can be folded over to make 
the two pieces needed. A sandwich of wax paper is necessary. 
The tlfillingU of this sandwich is the pieces of tissue 
paper and other papers or other items that are fairly flat. 
The sandwich is held together with crayon pieces or shav­
ings that are melted. The crayon can be shaved by using 
a vegetable shredder or by taking scissors and scraping 
old crayons. 
It is recommended that children work on a surface 
covered with old newspapers. \Vhen the sandwich is complete, 
it is covered with another paper layer of newspaper. The 
whole double-decker sandwich is then ironed with an iron 
set on a moderate setting. Some experimentation will be 
needed to determine the best setting for the iron and for 
how hard and long it will take to press the sandwich to­
gether. Before ironing, clip the sandwich together with 
paper clips to prevent slipping. This activity will take 
about one-half hour. If any of the children do some mea­




Learning Disabled. Shorten the activity for those 
children who have a short attention span. Just demonstrate 
the process and let the children get involved in the activity 
without too much questioning and waiting. 'vith this kind 
of process, there is no right or wrong way to accomplish 
the final design. The composition can be very abstract 
or realistic. 
Behaviorally Disordered. In addition to the above, the 
child can crush the crayon pieces by putting them between 
newspapers and by using a hammer. After this, he can 
sprinkle tllese small pieces over the design he has created 
before the top waxed paper is added. 
llearing Impaired. 'Vocabulary can be tied in \'1ith this 
activity. Examples of key words might be press, ~, 
~, and transparent. Because the child will be actively 
using these words, the development of meanings for them 
will be facilitated. 
Retarded. Language can be tied into this lesson. 
Key words might be cover, overlap, ~ and the color names. 
Red, blue, and yellow tissue paper should be included in the 
materials for this lesson so that secondary colors can be 
"discovered. If Some children \~ill be impatient to see their 
finished project and may not iron long enough. To facilitate 
the long tUle needed for ironing, have the child count 
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to a specific number. For example, each child can count to 
forty as he rotates the iron. 
Visually Impaired. The blind child may not fully 
comprehend the value of making a window for the room. For 
this child, drawing with crayon on paper taped over a 
warming tray or set into an electric frying pan may be 
an alternative. Vlith such an activity, the chil.d can 
sense the heat and explore what happens as he draws and 
the crayon melts. The paper used should be slightly small­
er than the tray or pan. 
Physically IIandicapped. It may be easier for these 
children to crush the crayon pieces. It is suggested that 
their designs be kept in the abstract realm to avoid frus­
trating students who do not have the motor control to 
create a realistic picture. Older children may enjoy 
looking and discussing the work of Abstract Expressionist 
painters SUCll as JacI,son Polloc!<:, Franz I<line, and \villem 
deKooning in connection \V"ith this activity. (These 
painters, as the reader probably knows, created works that 
will look much like the outcomes of this activity.) 
Evaluation 
Potential Outcomes. The child has made one or more 
stained glass ,"indo\v. lIe has discovered that crayons melt 
\ihen heat is applied to them. He has discovered that two 
primary colors overlapped produce a secondary color. There­
fore, the child has discovered one new color. The child 
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has explored l"hat happens when light is partially blocl<:ed 
by semitransparent paper. He has explored these light 
effects by taking time to look at all the stained glass 
l'lindo\.... pictures. lIe has demonstrated his curiosity by 
wanting to try at least one additional combination of 
crayon pieces and cellophane colors in another stained 
glass picture. 
Closure. The class should spend time looking at the 
effects of each child I s worl{ displayed in the classroom 
windows. These window pictures can be studied at different 
times of the day and can evolve into a study of direct and 
indirect light. This light study may involve a study of 
stained glass. The students may also study paintings 
done by the Abstract Expressionist painters which will 
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